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Abstract 
This paper introduces an integrative, cognitive model of motivation, expanding on work 
by Bandura (1977) and Vroom (1964), to gain insight into students’ participation in activities to 
promote their development of professional competencies. The paper seeks primarily to elucidate 
motivational theory that can guide educators’ efforts to encourage students’ fuller engagement in 
activities for competency development, including “soft skills” development. In this cognitive 
theory, students’ beliefs about personal capacity to perform developmental behaviours, 
behavioural effectiveness toward competency development, and ultimate personal benefits of 
competency development determine motivation toward actions for competency development.  
Secondarily the paper reports findings from an initial study concerning this theory. Interviews 
were conducted with 14 students in a professionally oriented undergraduate program. Questions 
concerned the students’ motivationally relevant beliefs, including awareness of developmental 
opportunities, beliefs about self-efficacy and program efficacy, and beliefs about the personal 
benefits of developing professional competencies. Thematic analysis of the transcribed interview 
data was performed in order to evaluate the applicability of our proposed model, in terms of 
whether students’ patterns of beliefs and behaviour were consistent with the model. Findings 
provided support for this applicability in several regards, while also allowing a deeper look at 
how students in professional programs conceptualize the process of competency development. 
Implications for educators seeking to motivate participation in developmental opportunities are 
discussed, along with possible directions for future research. 
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The importance of finding fully qualified, multi-skilled employees cannot be overstated 
in today’s competitive business climate. Competent and capable employees can be a key 
differentiator between businesses that are profitable and those that fail. However, upon entering 
the workforce, many students lack the professional competencies that differentiate the best from 
the rest (Nair, Patil & Mertova, 2009). A greater understanding of how to develop professional 
competencies in students prior to their employment would therefore be of great value not only to 
business leaders but also to educators who recognize their responsibility to promote professional 
development along with disciplinary education. 
For example, in Ontario, Canada, the associated cost in forgone business growth has been 
estimated at $23.4 billion in GDP from what has been termed the “skills gap” (Stuckey & 
Munro, 2013). A recent review by the Ontario Chamber of Commerce (2016) identified a 
particularly pronounced deficit in interpersonal competencies or soft skills among recent post-
secondary graduates. While these new market entrants tended to be highly skilled in terms of 
hard or technical competencies, employers noted that they were often lacking in basic relational 
and communication skills. The automation of technical processes using artificial intelligence 
suggests that this human element will continue to take on an increasingly important role in the 
years to come, with machines projected to handle more than half of workplace tasks by 2025 
(Singh, 2018). Yet, much remains to be learned about how soft skills and other generic 
professional competencies can best be cultivated in students in order to prepare them for this 
modern workforce.  
Motivation is an important predictor of individuals’ participation in training and 
development activities (Tharenou, 2001) and plays a significant role in the acquisition and 
improvement of soft skills (Graham & Tarbell, 2006). It is worthwhile, therefore, to consider 
how educators can foster improved motivation in students. As we detail later, in cognitive-
motivational theory, one key to this motivation involves various beliefs that students hold about 
actively pursuing competency development. For example, some students may not see their field 
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as one in which soft skills are vital to success. Also, some students may not see themselves as 
being able to acquire soft skills or other generic competencies, or they may not believe that 
prescribed developmental activities will effectively develop the desired competencies. The extent 
to which students hold and are influenced by these and other motivationally relevant beliefs is an 
empirical question that this study begins to address. 
Scholars such as Colquitt, LePine & Noe (2000), and Carlson, Bozeman, Kacmar, Wright 
& McMahan (2000) have been working toward answering the question of how to understand and 
improve employee motivation for professional development. This previous work provides a 
broad, overarching perspective that identifies situational and personality variables applicable to 
various job- and career-related development. In contrast, the current study employs a 
motivational framework that “drills down” into the cognitive processes at play within the 
individual, with a more specific focus on student motivation to engage in activities designed to 
promote the development of professional competencies. 
Competencies in Professions, HRM, and Higher Education 
There is no universally agreed-upon definition for competencies in the professional or 
human resource management (HRM) domain (Rainsbury, Hodges, Burchell & Lay 2002). 
Boyatzis (1982) defines competencies as underlying personal characteristics of various kinds 
(motives, traits, skills, knowledge, or aspects of perceptions of self or social role) that result in 
superior performance by an individual in a given context. This contrasts with Boam & Sparrow 
(1992), who see competencies as collections of task-relevant behaviours. Birkett (1993) 
describes them as the integration of knowledge, skills and abilities (KSAs) to perform a task 
effectively. Additionally, Sandberg (2000) distinguishes between traditional, “rationalist” views 
of competencies, which he criticizes as being overly atomistic, compared to more interpretive 
approaches that view competencies as being more than merely the sum of their constituent parts. 
According to Sandberg, employees use their interpretation of their work in a specific context to 
organize and integrate a constellation of task relevant KSAs. Sandberg’s approach is perhaps the 
most useful for the present study as it provides justification for considering competencies 
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holistically, rather than simply as groupings of individual KSAs. This view also highlights the 
importance of an individual’s interpretation of events, which, as will be argued below, is key to 
understanding motivation.  
Many competencies can be characterized as falling predominantly under the domain of 
either “hard” (technical) skills, or “soft” (interpersonal) skills (Rainsbury et al., 2002). 
Professional competencies that involve hard skills are knowledge-based and primarily cognitive 
in nature. These competencies are substantially tied to the traditional forms of education 
typically provided in a college or university setting, and their acquisition correlates sizably with 
an individual’s cognitive intelligence. To provide an illustration using the accounting profession, 
relevant hard skills might include an individual’s knowledge of audit and assurance, or his or her 
capacity to produce financial reports. In fact, Canada’s national organization representing the 
accounting profession, CPA Canada (2018), lists both above examples as falling under their list 
of required “technical competencies” that new graduates must demonstrate before receiving their 
professional designation. 
By comparison, the soft skills that have been relatively neglected for development within 
educational programs are now receiving increased attention (Rainsbury et al. 2002). Such skills 
or interpersonal competencies are becoming more recognized as essential for successful 
workplace performance and are now seen by many as a truly necessary complement to hard 
skills. Examples of soft skills generally discussed in literatures from higher education and from 
human resource management include communication, listening, team problem solving, cross-
cultural relations, emotional intelligence and customer service (Dubrin, 2004; Nelis et al., 2009). 
CPA Canada (2018), lists five “enabling competencies” that candidates are expected to 
demonstrate before receiving their professional designation. Most of these have clear “soft” 
(interpersonal or personal) elements: professional and ethical behaviour, problem solving and 
decision-making, communication (written and oral), self-management, and lastly, teamwork and 
leadership. 
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Importantly, it has been has argued that competencies are not inborn traits, but rather are 
personal characteristics or attributes that can be developed over time (Boyatzis, 2008). Indeed, 
acquiring interpersonal competencies to their fullest extent is a long-term process that can take 
years (Rhee, 2008). There is thus an obvious need for the integration of competency 
development into student and employee activities as early on as possible. Some educators 
attempt to do so through the implementation of cooperative education programs (Rainsbury et 
al., 2002), in which students alternate academic terms between on-campus coursework and off-
campus employment related to their studies. These programs align with an assumption that 
workplace experience is particularly valuable for competency development. While these attempts 
may bear some fruit, they typically are not structured to provide development of personal or 
interpersonal competencies in a systematic way, at least not to the same degree as to develop 
technical competencies. For example, students working toward the accounting profession may 
progress over time from less-to-more technically demanding work roles in their off-campus 
enrolment terms in a reasonably systematic fashion, but the demands for application of 
interpersonal or other enabling competencies may arise in any order across time—if at all. 
Students’ Motivation within Learning Processes that Develop Interpersonal Competencies 
Although there is agreement that interpersonal and generic competencies can be 
developed over time, the developmental process is not as automatic as some proponents of 
“experiential learning” imply. Admittedly, seemingly spontaneously, students can learn a good 
deal about interpersonal communication, teamwork, self-management, and so forth in “real life” 
contexts such as while employed off-campus, and also on-campus in contexts that require 
communication, teamwork, and so forth. However, Experiential Learning Theory (Kolb, 1984) 
implies that optimal learning occurs when students are motivated to engage the learning process 
purposefully, as when students truly pay attention to how competency-relevant encounters 
unfold, and when students reflect on these experiences and arrange for opportunities in the future 
to build on what was experienced and learned. 
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In broad brush, Kolb (1984) outlines the process of experiential learning as a cycle 
consisting of four stages. In the abstract conceptualisation stage, individuals gain knowledge and 
use it to form ideas about how it might be applied. Next, in the active experimentation stage, they 
take action and apply this knowledge to address opportunities or challenges that arise (such as to 
address a teamwork issue, or to address a misunderstanding with improved communication). In 
the next stage, concrete experience, the resulting consequences unfold. Finally, in the reflective 
observation stage, learners reflect on the meaning of this experience before re-entering the 
abstract conceptualisation stage where deepened knowledge is assimilated or constructed. 
Overall, this description of the learning process illustrates how experiential learning requires 
active engagement from students (choosing action, attending to consequences, reflecting, and so 
forth) and is much different from mere passive exposure to experience. Such active engagement 
requires effort, and effort requires motivation (Steers & Porter, 1983). 
A further implication of Kolb’s (1984) theory is that students are better situated to learn 
when they enter experiential encounters in “real life” situations already possessing significant 
abstract conceptualization about the domain with which they are engaged (communication, 
teamwork, etc.). A learner’s prior abstract knowledge provides a basis for more meaningful 
choice of action in the active experimentation stage, more capacity to recognize and understand 
impacts of one’s actions in the concrete experience stage, and more basis for meaningful 
reflection—toward ever-deeper conceptualization—in the later stages (Stirling, 2019). Students 
who take advantage of on-campus opportunities to acquire conceptualizations pertinent to 
interpersonal and generic competencies thus can be expected to hold an advantage in subsequent 
experiential learning. Thus, there should be dividends for competency development from 
enhancing students’ motivation to fully engage classroom and other on-campus opportunities to 
acquire concepts in the areas of ethics, decision-making, teamwork, and the others in the 
domains of interpersonal and generic competencies. 
In support of this base of knowledge, many college and university programs—especially 
professionally oriented ones—provide various opportunities for students to gain conceptual 
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understanding and behavioural practice and coaching toward developing and applying 
competencies (e.g., University of British Columbia, n.d.). Some of these opportunities involve 
events that students can attend voluntarily (or not), such as professional networking events or 
case analysis competitions that require, for example, poise and clarity in communication. Other 
opportunities are embedded within course requirements, such as when students receive 
instruction with prescriptions for teamwork behaviour, or when they must work in teams to 
complete course assignments. In these instances, a major volitional element remains, namely the 
extent to which the student engages the opportunity to learn about the interpersonal or generic 
competencies, as opposed to focusing on primary course material which may be technical in 
nature as in most courses in professionally-oriented fields such as accounting or engineering. 
During their time in undergraduate coursework, students in engineering, accounting, and 
many other professionally oriented programs must learn considerable amounts of course content 
in support of technical competencies. As we learned after speaking with several faculty members 
in our university’s undergraduate program in accounting and finance, students commonly state 
that this technical learning must be prioritized over addressing the soft skills, and many 
recognize that professional competency development requires targeted effort. Correspondingly, 
instructors and program administrators often observe less-than-complete participation in 
voluntary events outside class time and in developmental opportunities inherent within course 
activities when they are seen as being on the “soft side.” The challenge here arises in other 
professional fields too, as in medicine, where the technical matters that are “self-evidently at the 
core of medicine” often push aside proper attention to interpersonal or generic competencies 
(Aarnio, Nieminen, Pyörälä, & Lindblom-Ylänne, 2010, p. e199). 
Thus, student effort toward developing personal and interpersonal competencies requires 
motivation. How, in turn, should we understand motivation and its determinants in this context? 
The following section addresses this question in a manner to lay the groundwork toward an 
integrated model for promoting educators’ and employers’ efforts in support of professional 
competency development. 
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Cognitive Theories of Motivation 
Motivation is typically defined in the psychological literature as “the intensity, direction, 
and persistence of effort a person shows in reaching a goal” (Langton, Robbins, & Judge, 2010, 
p. 130). An initial distinction can be made between needs theories and process theories of 
motivation. Needs theories focus on ends towards which people strive, spanning physiological, 
emotional, interpersonal, and other domains. For example, Alderfer’s (1969) ERG theory, 
describes how existence (physiological), relatedness (interpersonal) and growth 
(existential/fulfillment) needs influence motivation. Process theories, on the other hand, explain 
how needs are translated into action (Thacker & Blanchard, 2006). Such theories vary in 
complexity, ranging from the stimulus-response pairing of classical conditioning, to the more 
elaborate cognitive models. Skinner’s (1953) prominent reinforcement theory expands on 
Thorndike’s (1905) law of effect, which states that behaviour followed by needs satisfaction or 
other rewards tends to be repeated, while behaviour followed by unfavourable consequences 
tends to be avoided in the future. While such theories have obvious utility, and were considered 
revolutionary in their time, they were later criticized for failing to consider individuals’ reflection 
on inner experiences (Thacker & Blanchard, 2006). Cognitive process theories, such as 
Bandura’s (1977, 1986) and Vroom’s (1964), attempt to remedy this shortcoming.  
Social Learning and Social Cognitive Theories. Bandura’s (1977) social learning 
theory and, later (1986), social cognitive theory (SCT) extend behavioural learning and 
motivational processes to include the inner experience of the individual. It is not simply past 
consequences, as with Skinnerian theory, but future, expected consequences of a behaviour that 
are understood to motivate action. According to SCT, expected consequences influence 
motivation through how they are perceived, interpreted and stored in memory. A person with a 
salient, unmet need or desired outcome is able to consider behavioural alternatives for reaching 
the desired end. The individual’s beliefs about linkages between means and ends (behaviours and 
outcomes) are crucial. 
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Two such linkages appear in Figure 1, adapted from Bandura (1977). On the right, 
outcome expectations are depicted. “An outcome expectancy is defined here as a person’s 
estimate that a given behavior will lead to certain outcomes” (p. 79). Simply put, there is greater 
motivation to engage in any given behaviour to the extent that there is greater perceived 
likelihood that the behaviour will yield a desired outcome. Educators tend to be quite familiar 
with applications of this principle for motivating their students’ efforts. For example, knowing 
that most students seek high marks as course outcomes, instructors may provide behavioural 
advice such as to not fall behind in course work so as to avoid cramming for tests which yields 
lower marks. 
A further linkage identified by Bandura involves the individual’s self-efficacy 
expectations. According to Bandura (1977),  
An efficacy expectation is the conviction that one can successfully execute the behaviour 
required to produce the outcomes. Outcome and efficacy expectations are differentiated 
because individuals can come to believe that a particular course of action will produce 
certain outcomes, but question whether they can perform those actions. (p. 79) 
This factor of self-efficacy in motivation warrants elaboration here because it is 
potentially less familiar and more challenging for educators to address, especially where 
motivation for competency development efforts is concerned. As we will detail later, some 
students may believe that higher levels of personal or interpersonal competencies would have 
value if they could be enacted, but reaching the level of competency to enact them is a barrier. 
Bandura elaborates four sources of self-efficacy. 
Performance accomplishments affect self-efficacy through the acquisition of relevant 
experiences (Bandura, 1977, 1986, 1997). For example, a student who is writing a final exam 
will have self-efficacy expectations based on how well he or she did on the midterm for the 
course. If he or she did well, his or her self-efficacy in that context (exam writing for that course 
and perhaps in general) might increase. If he or she did poorly, it could diminish.  
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Vicarious experience operates similarly to performance accomplishments, except that 
self-efficacy expectations are adjusted based on the observed performance of another individual 
rather than one’s own experiences (Bandura, 1977, 1986, 1997). This effect is strongest when the 
other individual is perceived as similar to oneself. For example, a student may feel either more or 
less confident writing an exam based on the reported experience of a friend who is believed to be 
of similar capability.  
Another important determinant of one’s efficacy expectations is verbal persuasion 
(Bandura, 1977, 1986, 1997). This occurs when an individual is persuaded by another that he or 
she is either more or less capable of the behaviour in question. This effect is amplified when the 
persuader is an authority figure or someone the individual admires. For example, if a professor 
tells a student that he or she has a good chance of doing well on an exam, that student’s self-
efficacy for that exam should increase, especially if the student admires or respects that 
instructor.  
Finally, emotional arousal is the extent to which an individual is in an energized or 
excited state, either physically or psychologically (Bandura, 1977, 1986, 1997). The influence of 
this effect depends on what the individual attributes the arousal to, and whether that arousal is 
context appropriate. For example, a student who notices his or her heart racing while writing an 
exam will do better if he or she attributes it to arousal from determination and high engagement, 
rather than from nervousness. 
Expectancy theory. Vroom’s (1964) expectancy theory offers additional insights into 
cognitive processes in motivation. Although Vroom developed his theory for the context of work 
effort by an employee, Figure 3 uses students’ work toward course grades for illustration. 
Expectancy to Vroom (1964) is the belief that a given amount of behavioural effort will 
result in a given level of performance outcome. This concept clearly is similar to Bandura’s 
outcome expectations in that it provides a link between behaviour and outcome. In various 
contexts of effortful work, various contingent factors could impact perceptions of the probability 
of successful performance, given effort. For example, a student might have doubts about whether 
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an exam will be “fair” (just as an employee might doubt her supervisor’s fairness in performance 
evaluation), and thus be less motivated to exert effort such as attending class. Self-efficacy can 
be considered such a contingency here as well. For example, someone could believe that effort in 
studying a mathematics textbook is pointless, because of a lack of ability to learn mathematics.  
The primary contribution of Vroom’s theory for our cognitive model of motivation for 
competency development stems from the instrumentality construct in Figure 3. This construct 
links the immediate performance outcome to second level outcomes that depend on performance. 
First-level outcomes are direct results of effortful behaviour, which for our theoretical purposes 
involve progress in acquiring professional competencies. Second-level outcomes are the desired 
rewards that follow from the immediate performance outcome. With professional competencies, 
these outcomes could involve job performance and career success. As with expectancy, 
instrumentality beliefs involve perceived probabilities of means-ends linkages. 
Perceiving such linkages is, however, necessary but not sufficient. Vroom’s theory 
further stipulates that this perceiver must place sufficiently high value on the second-level 
outcomes if those outcomes are to figure into motivation. Vroom calls this valence of the 
outcomes.  
An Integrated Cognitive Model of Motivation for Competency Development 
We now propose the integration of these two theories into an integrated model that seeks 
more thorough understanding of motivation for professional competency development. 
In our integrated model provided in Figure 4, prescribed behaviour corresponds with 
Bandura’s behaviour (Figure 1) and Vroom’s effort (Figure 3). In the context of competency 
development in colleges and universities, this is the behaviour that educators are seeking to 
motivate. For example, students in an academic program might be given an opportunity to attend 
a workshop designed to promote development of emotional intelligence. Attendance at this 
workshop is a prescribed behaviour in the sense that the academic program leaders have made 
the workshop available because they believe it to be a worthwhile developmental activity for 
students. The model indicates (near the far left) that motivational force toward this prescribed 
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behaviour first requires awareness of opportunities to perform that behaviour (developmental 
opportunity awareness). Particularly for voluntary and outside-of-class activities such as the 
envisioned workshop, for invited speaker events, networking events, or club involvement, it may 
be no small matter to ensure that students are aware of the opportunity. In addition, within 
courses, the competency-developmental significance of some activities such as teamwork or 
communication requirements may not be recognized. In these instances, even if the remaining 
components of the model are favourable for motivation to truly engage with the activities for 
competency development, this engagement may not occur. 
The next factor shown in Figure 4, as a further requirement for this motivation to exist, is 
self-efficacy regarding one’s ability to perform the prescribed behaviour up to the standard 
necessary for development (self-efficacy for prescribed behaviour). For example, workshops 
used by Nelis et al. (2009) for development of emotional intelligence involved engaging in 
behaviours such as role-play. Some students might be deterred from attendance if they doubted 
their capacity for adequate performance in role-play. Professional networking events provide 
another example of a prescribed activity for which some students may have too-low self-
efficacy.  
The individual’s self-efficacy for development (Maurer, 2001) in this model refers to the 
learner’s beliefs about the extent to which he or she can develop a given competency overall or 
ultimately—even if the prescribed behaviours are performed. This component is included to 
capture the notion that some people might consider it unrealistic to become a leader, for example 
(cf., Swann, 2013). Program efficacy beliefs refer to how effective the learner believes that a 
given program or event for development (prescribed behaviour) will be toward developing that 
competency (i.e., toward achieving a competency outcome). Finally, in this middle area of the 
model, perceived competency deficit refers to the individual’s appraisal of the discrepancy 
between his or her current and desired competency levels. Thus, the model predicts that students 
who truly possess ample emotional intelligence, for example, and are aware of this fact, will be 
less motivated to attend the workshop, because they have less competency development to gain 
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compared with other people. Unfortunately, this factor in the model also suggests that many of 
the people who may be in greatest need of development will lack motivation on the basis of 
faulty perception of the competency deficit. This suggestion is based on the Dunning-Kruger 
effect (Dunning, 2011), which occurs when people of low competence in some domain of 
performance also lack the capacity to recognize their standing and believe themselves to have 
higher standing. 
Instrumentality is adopted as such from Vroom (1964) and refers to how much of an asset 
an individual believes a given competency will be toward the pursuit of his or her broader goals 
or desires, here specified as career outcome. For example, an accounting student may dream of 
one day becoming chief financial officer of a large firm. The extent to which he or she sees 
communication as useful in eventually acquiring that role should contribute to how energetically 
he or she will pursue developing that competency.  
It may bear repeating that this model places emphasis on an individual’s beliefs about 
behaviours and their outcomes. This is shown graphically in Figure 4 with arrows travelling back 
to beliefs, from developmental opportunity awareness/self-efficacy for prescribed behaviour, 
self-efficacy for development/program efficacy beliefs/perceived competency deficit and 
instrumentality. Thus, we note that ours is not a conventional causal path model that seeks to 
describe A causing B, B causing C, and so forth, left to right. It is partly a mental map of the 
learner (who, as one example, may or may not hold instrumentality beliefs—concerning whether 
competency outcomes causally influence career outcomes). It is also partly a scheme for 
organizing theoretical constructs for researchers. In this theory, beliefs do, however, cause or 
determine motivation. 
Research Objectives 
This paper’s primary objective—to elucidate motivational theory that can guide 
educators’ efforts to promote students’ competency development—has now been partly 
addressed through the preceding presentation of our theoretical integration, in the form of the 
model in Figure 4. In a solely theoretical paper, the next step would be to speculate on how the 
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constructs of this theory manifest themselves in students’ thinking and actions of the kinds 
implied by learning theories (including Kolb, 1984). However, here we take a different tack.  
Students were interviewed about their perceptions and beliefs about the constructs of our 
model, seeking actual manifestations among interviewees. The interview data were also 
examined for ways in which students’ thinking is misaligned with our model, which would pose 
a challenge to the model’s pertinence and applicability. Analysis of the interview data also 
looked for indications of where the model should be expanded to take account of overlooked, 
motivationally relevant beliefs. 
This sequence, with theorizing first, followed by conducting relatively open-ended 
interviews, is unusual though not unprecedented in qualitative research. Lee, Mitchell, and 
Sablynski (1999) note that although qualitative research often is positioned as a theory-
generating mode of research, it also can be used for theory elaboration and testing. We make no 
claim of being able to “confirm” our model’s validity given the nature and scale of our empirical 
study, yet a type or extent of support would arise if the beliefs identified in the model were seen 
to be salient and to be operating in the theorized way according to student interview data. We 
also recognize that the model is not falsifiable from interview data of this kind, and thus we offer 
no hypotheses. Collection of these data was considered worthwhile nonetheless, given that the 
overall research goal to is move toward effective application of the cognitive-motivational 
concepts that have been dominant in theories of human motivation. These concepts date back at 
least to the expectancy-value formulation of Lewin, Dembo, Festinger, and Sears (1944), and 
they have been supported by numerous laboratory and field studies (Johns & Saks, 2011; Steers 
& Porter, 1983). 
Indeed, Lewin said “there is nothing so practical as a good theory” (Marrow, 1969), and 
our theory development is intended centrally to inform the generation of interventions designed 
to motivate action toward professional competency development. A contemporary review of 
targeted interventions for improving student outcomes in higher education looked to find 
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requirements for generating effective interventions. These reviewers (Harackiewicz & Priniski, 
2018) emphasized the critical role of theory and preliminary research: 
The interventions evaluated in these studies were grounded in theory and developed 
through laboratory research and small-scale field studies. (p. 428) 
Research Approach 
The approach to interview data analysis in our research entailed contemporary 
approaches and tools such as thematic analysis (TA) and NVivo software (QSR International, 
2018). Willig (2013) notes that TA is well-suited to the study of people’s thinking, beliefs, or 
understandings in a domain. For purposes of illustration, drawing on a study of interviewees’ 
thoughts about impending parenthood, Willig (p. 182) states: “themes can range from a simple 
acknowledgement of the issues a research participant has raised (e.g. ‘identity’ [as a parent] in 
our example) to an interpretation of what psychological state might underpin the participant’s 
comments (e.g. ‘identity confusion – who am I now?’).” 
Furthermore, recalling Lee et al. (1999), TA may be conducted either using an inductive 
approach (e.g., Boyatzis, 1998) or a deductive approach (e.g., Crabtree & Miller, 1999). In their 
research, Fereday and Muir-Cochrane (2006) used a “hybrid” approach in which existing theory 
was used to generate an a priori coding scheme to organize the data initially, which was 
subsequently elaborated and modified with inductive codes as additional themes emerged. Given 
that we had already developed a model based on existing cognitive theories, and that we also 
held an interest in detecting any factors overlooked in the a priori theorizing, this hybrid 
approach was selected as most appropriate. 
Finally, as described under Methods, our approach included a modest foray into 
combining quantitative along with qualitative analysis. This approach provided an opportunity to 






A sample of 14 undergraduate students in Accounting and Financial Management (AFM) 
(8 female and 6 male students) from the University of Waterloo was recruited on a volunteer 
basis from six organizational behaviour classes. All students were in their 2A (year two, term 
one) semester and had already completed a single co-operative work term. Recruiting was done 
through the university’s web-based learning management system, where students were invited to 
participate via a posted letter from the researcher. Participants were compensated with $10 and 
entry into a draw for a $50 gift card.  
Procedure 
Structured, in-person interviews were conducted with each participant individually. 
These interviews were audio recorded and later transcribed to text for analysis. They ranged in 
length from 22 to 38 minutes, with an average of 29 minutes. The interview protocol (see 
Appendix A) consisted of 20 questions asking participants about their motivationally relevant 
beliefs as outlined in our model, with additional probes and follow-ups. These questions centered 
on CPA Canada’s (2018) enabling competencies as well as on prescribed developmental 
behaviours in the university context.  
A primary goal of the AFM program at the University of Waterloo is to prepare students 
for entry into CPA Canada’s Professional Education Program (University of Waterloo, n.d.), 
where they are expected to display both technical and enabling competencies (including 
interpersonal competencies) before receiving their certification (CPA Canada, 2018). It was 
expected, therefore, that students would be aware of the enabling competencies and would have 
varying beliefs about the developmental process as well as different levels of motivation for 
competency development. A list of the enabling competencies (Appendix B) was displayed 
throughout the interview for reference. Midway through the interview, at a time appropriate to 
the line of questioning, students were also presented with a list of prescribed developmental 
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behaviours (Appendix C) before being asked questions about the beliefs they held about those 
kinds of behaviours.  
Data Analysis 
As discussed earlier, a hybrid approach to coding of data was taken, which incorporated 
deductive codes derived from our theory and inductive codes derived from the data. We adapted 
four stages of the hybrid approach of Fereday and Muir-Cochrane (2006) to this study. (Other 
stages in Fereday and Muir-Cochrane involved the comparison of different groups.) 
In stage 1, a preliminary coding manual was developed on an a priori basis—that is, 
based on the beliefs outlined in our model (developmental opportunity awareness, self-efficacy 
for prescribed behaviour, etc.). These codes were then entered into an initial codebook.  
In stage 2, recorded interviews were transcribed to text. 
In stage 3, the initial coding scheme was applied as the model-based codes were matched 
to segments of interview data using the NVivo software. A priori it had also been decided to 
distinguish, within each overarching category (corresponding to each construct in the model) 
whether an interviewee’s statement had a favourable versus unfavorable implication for 
motivation according to the theory. For example, it is theoretically favourable for someone to 
express high instrumentality of competency development, such as when some interviewees said 
directly that the enabling competencies promote superior career outcomes. An expression of 
doubt or denial about this linkage would be coded as unfavorable, as in the statement, “It’s not a 
requirement. … You can succeed … almost as well just by focusing on the technical skills.” This 
coding of favourability held potential to highlight areas of belief that educators should target, or 
that warrant more theoretical scrutiny. It also enabled the initial quantitative analysis described in 
the last sub-section here under Methods. 
This coding of motivational favourability was done in isolation for each type and 
statement of belief and did not take account of whether the person said he or she ultimately 
performed or favoured performing developmental behaviours as such. 
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While this textual analysis was guided by the preliminary coding scheme described 
above, it was not restricted by it (Fereday & Muir-Cochrane, 2006). For example, sub-codes 
were identified wherever possible with the goal of obtaining a more fine-grained characterization 
of statements. As illustration, within text segments that had been coded under favourable 
developmental opportunity awareness, three sub-codes were produced—favourable: aware and 
engaged, favourable: aware and not engaged and simply favourable: aware. These various 
differentiations, corresponding to the “inductive” (vs. “deductive”) aspect of our research 
approach, appear throughout the coding scheme in Appendix D (e.g., line 10). 
Finally, in stage 4, the themes outlined on the now-elaborated coding scheme were 
reviewed. Crabtree & Miller (1999, p. 170) use the term corroboration to describe this process of 
confirming the findings. This was done by scrutinizing the product of the previous stages 
(Fereday & Muir-Cochrane, 2006). Themes were then clustered further and assigned labels 
summarizing the underlying theme. For example, the inductively generated code “Just 
Experience” (Appendix D, line 81) was created to capture the sentiment expressed by several 
students that competency development was simply a matter of experience. It is important to 
emphasize that thematic analysis is an iterative process that involves repeated consideration of 
the data, codes and themes in relation to one another (Braun & Clarke, 2006) and so each of 
these stages was returned to repeatedly. 
Quantifying overall motivational impact. As an additional step, the same data coder 
who had performed the preceding coding also produced a ranking of participants ranging from 
least motivated to engage in prescribed competency development activities (scored as 1) to most 
motivated (14). This ranking made it possible to look for associations between participants’ 
various belief statements and their overall levels of motivation toward professional competency 
development. The researcher’s inference about this motivation took account of all the statements 
made by each participant that directly mentioned developmental behaviours. Participants who 
were ranked most highly in their motivation had made explicit statements about having 
participated in developmental behaviours. Those who were assigned the lowest ranks generally 
18 
expressed that they did not participate in such behaviours. In between those ranked highest and 
lowest were participants whose statements about motivationally relevant beliefs implied 
motivation as such, that is, either seeming to want to engage in developmental behaviours or else 
implying that they had done so to some extent. For example, some participants expressed mixed 
feelings about the value of developmental behaviours, and thus were neither at the top nor 
bottom of the ranking. Consequently, this rank order coding of extent of “motivation,” while not 
separate from the coding of motivationally relevant beliefs, was intended to capture the 




The interview findings are to be presented generally in left-to-right order in relation to the 
proposed model in Figure 4. In coding of the transcripts, six core themes were generated 
deductively from the model and three were generated inductively. Each of the text segments 
related to each theme was categorized as either motivationally favourable or unfavourable, with 
further differentiations noted as sub-codes for describing variations in respondents’ answers to 
interview questions. 
Developmental Opportunity Awareness 
Modestly more1 motivationally favourable statements (33) were made regarding 
developmental opportunity awareness than unfavourable (25). For favourable statements, three 
sub-codes were identified. The first sub-code captured 10 responses indicating that students were 
aware and engaged. In these text segments, participants expressed an awareness of 
developmental opportunities and talked about participating in them. 
I do have plenty of opportunities and I just try to make those opportunities the 
best that I possibly can. Like when I’m taking a course … if I’m doing a 
presentation, I want to make the presentation really good. (Participant 2) 
In this example, the enabling competency of oral or written communication is most pertinent. 
Seven favourable statements expressed being aware and not engaged. In these text 
segments, participants expressed strong awareness of developmental opportunities but stated or 
implied that they did not participate: 
Yeah. I think they’re there, they’re open. If I really wanted to, I could sign up to 
them, definitely. (Participant 12) 
 
1 In this instance, a chi-square test did not yield statistical significance upon comparing the counts of 33 favourable 
and 25 unfavourable statements. Corresponding tests will not be provided for the succeeding comparisons, 
recognizing the relatively small N of participants in this study which limits generalizability, as noted with the stated 
aims of this study. 
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Sixteen favourable statements about this component of the model did not contain explicit 
claims about whether students participated or not and simply expressed being aware of 
opportunities: 
I think most of [the competencies] are well represented. I mean they’ve got 
specialized workshops for a lot of them and between that and the classes we’re 
going to be taking, it covers it off pretty well. (Participant 12) 
Turning attention to the 25 motivationally unfavourable statements, two sub-categories 
were identified. Seven statements expressed a lack of awareness where students primarily said 
that they were unaware of developmental opportunities: 
I feel like you could have more available to you if the information was out there 
and circulated more. (Participant 5) 
 
But then if we really specifically talk about the developmental opportunities over 
here, [such as] workshops and outside speakers. To be really honest I cannot even 
recall any development opportunities coming on or in our way this term or the 
previous term. (Participant 6) 
 
It’s really not on my radar. So, I guess it’s not very clear—obvious to me, where 
the opportunities are at. (Participant 13) 
Eight statements were coded into a related category, lack of opportunities to participate in 
developmental activities, when students went beyond expressing lack of awareness, toward 
expressing a belief that there were few or no developmental activity opportunities. Some of these 
statements referred to specific competencies and others were more broad. 
There are some but there’s not a lot of assignments that are geared toward more 
written communication or oral communication. (Participant 2) 
 
There definitely could be more [opportunities]. (Participant 5) 
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I’ve noticed that they don’t really actually do a lot of outside speakers or 
workshops [in our program]. A lot of the ones that catch my eye [e.g., on 
Facebook] at least are with other faculties or other programs. (Participant 8) 
 
I feel like we don’t get enough team-based work in some courses that make sense 
to have team-based work. (Participant 11) 
Shifting the interpretive frame from counts of numbers of statements to counts of 
numbers of respondents with favourable or unfavourable comments in this area (i.e., from the 
“Refs” column to the “Cases” column in Appendix D) it may be seen that the same high 
proportion of respondents (13 of 14 respondents) had either one or more favourable or one or 
more unfavourable expressions about developmental opportunity awareness (see the “Cases” 
column in Appendix D, lines 9 and 13). Thus, even though there were marginally more 
favourable that unfavourable statements about this matter, perceived availability of 
developmental opportunities was not ideal for promoting involvement in them. 
Self-Efficacy for Prescribed Behaviour 
Relatively few statements (15) were made regarding students’ self-efficacy for prescribed 
behaviour. The twelve favourable statements came from nearly as many individual respondents 
(11). The three unfavourable comments came from two respondents. 
For favourable statements, three sub-codes were identified. The first sub-code captured 
four responses indicating that students felt capable and engaged. In these text segments, students 
expressed feeling capable of participating in prescribed developmental behaviours and made 
statements about doing so: 
I’m very extroverted, so I have no problem going up and talking to people and I 
feel like a lot of these cases, if you want to develop you have to sort of go outside 
of your shell. (Participant 5) 
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Two statements expressed feeling capable and not engaged. In these text segments, 
participants expressed feeling able to perform prescribed developmental behaviours but said they 
did not participate: 
I think they are well suited to me. Pretty much all of them. It’s just like, again, I 
haven’t gone the extra mile and done—found the motivation or time. 
(Participant 1) 
Six favourable statements about this component of the model did not contain explicit 
claims about whether students participated or not and simply expressed feeling capable of 
participating: 
Yeah. It’s just a matter of whether we want to. (Participant 4) 
Only three statements were coded as unfavourable regarding participants’ self-efficacy 
for prescribed behaviour, so no sub-codes were generated. In none of these statements did a 
student say that he or she personally would not be able to do the described behaviours. Instead, 
they expressed doubts about some other students’ capacities. For example, Participant 7 referred 
to students “who can’t really bring themselves up to participate,” for reasons such as shyness. 
Overall, participants had relatively little to say about this model component concerning 
self-efficacy for prescribed behaviour. It is possible that this finding may point to what we 
called, in our statement of objectives of the study, a “challenge” to the model, or perhaps point to 
a challenge for educators. That is, if behaviours that promote competency development have 
little salience, motivating their enactment may be particularly difficult. Students may have little 
sense that competency development unfolds gradually through action in processes such as those 
in Kolb’s (1984) experiential learning cycle. However, a different possible reason for the low 
rate of comments about self-efficacy could be that the behaviours themselves are widely 
regarded as readily do-able. Indeed, it may be that the specific behaviours that are required in 
developmental activities usually have been calibrated by educators to be quite possible for most 
students to do, so that self-efficacy for the specific behaviour typically will not be an 
impediment. 
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Self-Efficacy for Development 
Forty-three favourable statements were coded for self-efficacy for development, with 
three sub-codes identified. The first, efficacious and involved captured 27 responses indicating 
that students felt capable of developing competencies and that practice and/or experience were 
important contributors to that end: 
Yeah. I believe that if you put in enough effort you can develop all of them 
because they are mostly just about experiences. (Participant 4) 
Eleven statements expressed a belief that although individuals often have different 
predispositions for various competencies, development is still generally possible: 
Some people might start off at a higher point than others in terms of each 
competency, but I think that, as long as you put time and effort into it, you can 
develop each one of these. (Participant 5) 
Six of the motivationally favourable statements discussed how students use social 
comparison as evidence that they could develop: 
So, I hang out with a lot of people from upper years. And like, their just, general 
conversations and being in a situation where you both have to face the same 
problem—I just feel like they are more prepared and more familiar. 
(Participant 4) 
Ten statements were coded as unfavourable regarding participants’ self-efficacy for 
development and so no sub-codes were generated. An example is: 
I feel like problem solving and decision making are something I’m really good at. 
So yeah, I’m just born with it, so I can usually come up quickly with a solution to 
an unexpected situation. Whereas leadership is not something I was born with. 
And I know how the school has been trying to develop it throughout the way, but 
I just don’t feel like it’s a role for me. (Participant 4) 
However, from the counts of number of respondents with unfavourable comments in this 
area (in the “Cases” column in Appendix D) it may be seen that half (7) of the respondents 
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expressed some degree of impediment to competency development overall in the sense of self-
efficacy for development (e.g., the “kind of person” someone is). Thus, it may be worthwhile for 
educators to address this matter, taking account of the sources of self-efficacy (Bandura, 1977, 
1997) previously presented in Figure 2. 
Program Efficacy Beliefs 
Many motivationally favourable statements (86) were made regarding students’ program 
efficacy beliefs, and all respondents had something favourable to say (Appendix D, line 50). For 
these statements, three sub-codes were identified. The first, efficacious and engaged, captured 51 
responses indicating that students felt that the prescribed developmental behaviours were 
effective and that they participated in them: 
I went to a couple of presentations that were held by either [my educational 
program] or TED talks, and I think they were really helpful in terms of 
developing experiences and your understanding through the competencies outside 
of school. (Participant 4) 
The second sub-code, efficacious and not engaged captured five responses indicating that 
students felt that the prescribed developmental behaviours were effective but that they did not 
participate: 
I think they’re all really effective and now, looking back at it. I kind of feel like I 
missed a lot of opportunities to develop my skills. But that’s not to say there 
wasn’t [sic] opportunities. There was. And some I took full advantage of and 
others I didn’t. And I think that reflects how well I’m developing my 
competencies in the end. (Participant 1) 
Thirty statements about this component of the model did not contain explicit claims about 
whether students participated, simply expressing the view that the programmatic opportunities 
were efficacious. 
I feel like if you take the time to participate, they can be really helpful. Because I 
have friends who transformed from their first semester up to now and they really 
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changed a lot and got a lot better, both academically and interpersonal skill-wise. 
(Participant 4) 
 
I think workshops is [sic] definitely a really efficient way to learn a couple of 
skills that will help you in the long run. (Participant 7) 
 
In-class lectures and discussions—that’s something that you’ll find useful when it 
comes to professional ethical behaviour. (Participant 11). 
 
And then outside speakers and presentations. I guess they could help you with 
your self-management. There’s a lot of motivational speakers out there, and then 
they teach you how to routinely manage your time and organize. (Participant 13) 
There were 34 text segments coded as motivationally unfavourable for program efficacy 
beliefs, with most (11) participants offering some criticism or suggestions for improvement. In 
the first of three sub-categories, fifteen statements contained the sentiment that the available 
opportunities were not experiential enough, or did not provide enough opportunity for students to 
practice the competencies. For example, in this comment the respondent perceives a 
competency-developmental purpose within a course: 
In terms of in-class lectures, I find that they’re not really that helpful because 
even though I learn about all these concepts … there’s [sic] not really that many 
opportunities to apply it or to—yeah, it’s kind of like you’re just learning about it 
and then, “OK, let’s move on.” That kind of thing. (Participant 7) 
Twelve statements can be described as complaining about a lack of helpful information in 
the developmental opportunities that were available to them: 
The thing is, all of the outside speakers and presentations, they’re related to CPA 
and then they come and tell us how to become a CPA and all that, but we know 
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that. They’re not really helping us to build these competencies. They’re not really 
telling us how to build these competencies. (Participant 6) 
Eight of the motivationally unfavourable statements expressed the sentiment that the 
available developmental behaviours were simply not engaging: 
So, in-class lectures and discussions. Hmm. I don’t feel like that develops it that 
much. Discussions are not that great in my classes so far. No ones really active in 
those. (Participant 13) 
 It is perhaps not surprising that many students offered criticism or suggestions for 
improvement when they were invited to do so. In fact, such engagement in the topic (as a critic) 
could be a signal of motivation toward action for competency development. Thus, a 
“motivationally unfavourable” coding should not be taken only at the first, most simple level. 
Later in this Results presentation, in a correlational analysis, a preliminary look will be taken at 
whether unfavourable beliefs here may indeed have suppressed motivation toward competency 
development behaviour. 
Perceived Competency Deficit 
In the area of perceived competency deficit, it is of special interest whether many 
students expressed little deficit and thus perceived little expected gain from competency 
development behaviours. Clearly this was not the case. Only three students provided five 
comments along these lines, such as this one claiming possession of one of the specified 
“enabling” competencies for accountants: 
I think something like professional and ethical behaviour is something I’m 
already—I would say—pretty proficient in. Because I think it’s something that 
comes naturally for me, and I think it comes naturally for a lot of people too. A lot 
of people know how to behave professionally and well in the workplace. So, it’s 
not really something I really focus on because it’s already something that I have. 
(Participant 7) 
This participant did, however, acknowledge deficits in relation to other competencies. 
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Indeed, all participants had something motivationally favourable to say in the sense of 
recognizing some competency deficit, with a total of 49 statements coded in this manner. Within 
these favourable statements, four sub-codes were identified.  
Thirteen of these statements discussed deficits students felt they had regarding specific 
competencies: 
I do need to develop more communication skills. I’m still not that proficient in 
public speaking. I feel like that’s really necessary in the field of accounting and 
finance where you do a lot of presentations and talking to clients. (Participant 13) 
Another 13 statements acknowledged competency deficit, although they also indicated 
that the participant expected their competencies to be fully developed by graduation, or shortly 
thereafter: 
I guess by the time I graduate I should probably be confident in all of these 
competencies. Right now, I’m not too confident in some of them, but yeah, 
definitely by the time I graduate I think I should be pretty solid in all of them. 
(Participant 8) 
However, some of these statements, like the preceding, allow the possibility that the student is 
not particularly motivated to undertake prescribed behaviours, if he or she believes that 
acquiring the competencies is “just a matter of experience.” This issue will be addressed in a 
later section of Results (“Additional Themes”). 
In other statements, students discussed the cues they use to determine the extent to which 
further competency development is needed: 
I think just observing other people who are experts in each area, I know that I’m 
not there. So, I can sort of find out by talking to different people “Oh, this 
person’s a better communicator.” So, as I meet more people, I can sort of see 
where on the scale I am for each competency. (Participant 5) 
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Fourteen statements expressed the belief that the development of competencies is a 
lifelong process, and/or that competencies can always be improved, regardless of one’s level of 
proficiency:  
For a lot of these I think the sky’s the limit pretty much. You can always get 
better as you progress, and I feel like if you have the mindset that, “OK, after a 
certain period of time I’m going to be the best leader,” and you don’t improve 
from there, that’s kind of a loss in itself because you can always find ways to 
improve. (Participant 1) 
However, some students clearly do not seem to understand that competency development is a 
long-term process and as a result may not be pursuing development as actively. 
As a further finding to report, students tended to discuss their level of proficiency for a 
specific competency or set of competencies, rather than for all five competencies in general. 
Thus, enabling or personal/interpersonal competency, or even “people skills,” did not seem to 
function as a unitary concept among respondents in terms of proficiency levels. Overall, these 
students did perceive a difference between their current and desired levels of proficiency.  
Instrumentality 
Finally, more motivationally favourable statements (88) were made regarding students’ 
beliefs about competency instrumentality than unfavourable (18). For favourable statements, four 
sub-codes were identified. Twenty-seven of these statements expressed a belief that 
competencies are an important differentiator that can help students stand out to employers 
relative to their peers: 
But I think these are the differentiating factors. Like, technical competencies, the 
way I see them, are the baseline, no matter which employer you go to. And 
enabling competencies are where you differentiate yourself from the other 
candidates. (Participant 14) 
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Fifteen statements expressed the belief that different competencies would be of greater or 
lesser value depending on the stage of one’s career (e.g., increasing in importance as one 
advances into management): 
Some more so than others, depending on the stage of employment. As you climb 
the ladder things like teamwork and leadership and communication and 
professional and ethical behaviour become more important. And at a lower level 
I’ve found in my co-op that the first thing they’re kind of looking for is … self-
management, communication and problem solving. (Participant 2) 
Thirteen of the motivationally favourable statements discussed how competencies are 
important to one’s personal development and that they would be valuable beyond a career in 
accounting: 
Actually no, I think they’re all very important. Not even in the workplace, like 
even in as you are as a person. It’s really important to have these skills and it 
really separates the good from the great. (Participant 1) 
Lastly, 35 statements simply expressed a belief that competencies are important without 
going into much further detail: 
Technical competencies is [sic] more like the knowledge that you have. But 
without the enabling competencies I don’t think you can even do your job. So, it 
manifests in every possible way you can think of. (Participant 14) 
There were substantially fewer unfavourable beliefs expressed regarding instrumentality. 
Six statements expressed apathy or not caring:  
Lethargy, laziness. Some students just straight up don’t care. That’s the only way 
I can really see. Or they don’t see it as being something that they need for their 
future, which is kind of weird, but yeah. (Participant 11) 
Four statements expressed a feeling that the competencies were not important by 
minimizing them as in the following example: 
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I feel like as long as you’re sufficient in a lot of these you’ll probably get a job. 
You know what I mean? (Participant 13) 
And eight statements expressed a belief that competencies are simply not necessary for 
one’s professional success: 
It’s not a requirement. You can just—you can succeed, probably not quite as well, 
but almost as well just by focusing on the technical skills. (Participant 2) 
Thus, instrumentality beliefs appear to have been quite motivationally favourable among 
participants, however this sentiment is not universal.  
Additional Themes 
A prevalent theme that emerged that was not anticipated in our model was the belief that 
competency development was a matter of just experience. Nearly all participants (13) produced 
one of more of the 41 corresponding statements such as those below. 
I feel like there’s no clear-cut way for each one of these. Everybody has their own 
type of variation to it but, yeah, I think more it’s just experience. (Participant 1) 
 
I’m more of an autopilot kind of person when it comes to competencies like these. 
(Participant 11) 
Clearly the process of competency development seems to be automatic or perhaps 
mysterious in this way of thinking. We did not attempt to “code” these statements further nor 
those of the other emergent themes as motivationally favourable or unfavourable, as they lie 
outset our a priori model. However, the extent of this thinking goes along with the researchers’ 
impressions that the prescribed behaviours themselves are not as salient as, in theory, they should 
be. 
Secondly, 20 statements from 8 participants indicated a misunderstanding of 
competencies. For example, CPA Canada (2018) defines its competency for problem solving and 
decision-making as “the ability to draw on solid analytical and problem-solving skills, the 
capacity for innovative and integrative thought, the ability to both connect and dissect ‘parts’ and 
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‘wholes,’ identify and manage priorities and adopt a broad view.” However, in 12 statements, 
this competency was either mistaken for a technical competency or interpreted as referring to 
homework problems: 
In my experience, that’s how I found these opportunities return the most value is 
that lectures and discussions are best suited to technical skills. So, when I’m 
doing that, I’m trying to pick stuff that will really get my technical skills and 
problem solving and decision-making skills down. (Participant 2) 
 
I guess for like, self-management, it’s kind of vague so I don’t actually know 
what that means [laughs]. (Participant 8) 
A third theme that emerged inductively was a lack of time and/or having to prioritize 
coursework over competency development, with 18 statements from 10 participants being coded 
as such: 
Not enough time. I would say that’s the only thing. Because I can see there’s [sic] 
things that I can be doing, but I just don’t always have the time to do them. So, I 
think it would be the time, nothing else. (Participant 14) 
Quantitative Analysis 
If all of our model’s six factors, as detailed so far, are consequential for motivation, then 
the study participants with more favourable beliefs in each category could be expected to hold 
relatively greater motivation to engage in competency development behaviours. This expectation 
was tested in a correlational analysis. At the outset, it must be recognized that this analysis is 
highly limited, given that (a) the data had been collected primarily to probe students’ thinking 
about the model components and not for quantitative testing of this kind, (b) there was very little 
statistical power from the sample size. 
Nevertheless, taking up this analytic opportunity, the rank order score concerning 
participants’ extent of motivation for competency development were combined with belief 
coding previously described in this Results section to produce a matrix of raw, quantitative data. 
32 
This matrix had 14 rows—one for each participant. The first column contained a case identifier, 
and the second column contained the rank order describing least- to most-motivation (with 14 
indicating greatest motivation). Twelve remaining columns contained counts of the number of 
instances in which each participant mentioned a component of our motivational model (e.g., 
program efficacy beliefs) either favourably or, separately, unfavourably (i.e., 6 of each). 
Paralleling an approach taken by Zaller and Feldman (1992) in their survey of beliefs, six 
remaining columns contained a difference score, favourable-minus-unfavorable, for each of the 
components of the model. These difference scores thus encode participants’ numbers of “net 
positive beliefs” for each component of the model. Greater net positive beliefs should, in theory, 
predict greater motivation to engage in developmental activities. Accordingly, the difference 
scores were then examined in relation to the participants’ ranks for motivation by calculating the 
Pearson correlation coefficients that appear in Table 1. 
Two of the six correlation coefficients thus obtained—involving self-efficacy for 
development and program efficacy beliefs—were statistically significant in the direction 
predicted by the model. It is noteworthy that these two factors are novel or little-recognized 
elaborations on conventional self-efficacy for behaviour. Their correlational results provide some 
reason to believe that these additions to the model are worthwhile, recognizing the need for 
additional support as from either fully quantitative survey research, or field-intervention 
evaluation research seeking to strengthen these beliefs. The lack of statistically significant results 
for the four other belief factors, does not call their importance into any serious question, given 





This paper has outlined a theoretical model that sought to identify key factors in students’ 
motivation for competency development, all tied to beliefs previously highlighted in the 
cognitive-motivational models of Bandura (1977, 1986, 1997) and Vroom (1964). This 
Discussion section will address the extent of support for the model, challenges and expansions to 
it, implications for its application, and research limitations and future directions. Instead of 
combining all practical implications into their own section of this discussion, most will be 
offered individually when various instigating issues are addressed. Some of the directions for 
motivational intervention will be drawn from studies seeking to promote other kinds of student 
outcomes besides professional competency development, including grades, retention, and career 
direction. 
Overall Assessment of the Model 
In the Introduction and Method sections, we made no claim that the design of the data 
collection and analysis could “test” the theory in any formal sense. We can, however, begin an 
overall assessment of the applicability of the model by examining what we might call face 
validity. In particular: Did students readily understand and respond to the interview questions in 
a manner indicating that they hold beliefs of the kinds that had been theorized to matter? The 
illustrative quotations provided throughout the Results section point to an affirmative reply. 
Further, our conventional presentation of results, category by category of content, does not fully 
reflect an overall sense of how every discussion with an interviewee was quite coherent overall, 
in the sense that interviewer and interviewee seemed to have a common understanding that the 
topics discussed concerned fundamental aspects of motivation for behaviour toward competency 
development. Usually (though not always) it was easy to get students to discuss the various 
beliefs outlined in the model. Also, students provided various elaborations that yielded sub-codes 
that expanded existing theoretical categories, or that yielded thematic topics that were related to 
the model but went beyond it. 
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Concerning what we may call concurrent validity, the quantitative analysis presented 
under Results indicated that two of six belief variables were associated with motivation in the 
way predicted by the model. Both of these variables involved expansions on Bandura’s (1977) 
concept of self-efficacy. In our presentation of findings, reasons were given why the less-than-
statistically-significant associations involving other belief variables should not call into question 
their pertinence, considering the design limitations—limitations which also reduce the 
confidence that should be held about the statistically significant correlations observed. 
In any event, in light of many writers’ amalgamations of cognitive-motivational theory 
(e.g., Johns and Saks, 2011) it is difficult to imagine that longstanding constructs in the theory, 
such as instrumentality, do not bear on motivation. Our research did not seek to determine 
whether such constructs could be falsified. The research was centred on production of the 
integrative model itself, with data collection designed secondarily to observe whether and how 
corresponding beliefs and other thoughts were manifested in students’ comments, and to gain 
insight into novel theoretical components such as those involving self-efficacy. 
Types of Efficacy 
As previously suggested, the main take-away from the quantitative analysis was that the 
most innovative aspect of the model proposed in this paper—its elaboration on types of 
efficacy—warrants attention along with the model’s more familiar components. The model went 
beyond self-efficacy for behaviour (Bandura, 1977) by incorporating self-efficacy for 
development (Maurer, 2001) and by proposing program efficacy as a further, pertinent belief 
variable. The immediate implication of the quantitative findings for these variables is that it may 
be worthwhile for educators to seek to instill these forms of efficacy when providing competency 
development opportunities. 
Self-efficacy for development. One place to begin looking for ways to instill self-
efficacy for development is in the body of work by Carol Dweck and colleagues on fixed versus 
growth mindsets pertaining to abilities (e.g., Yeager & Dweck, 2012). This and other lines of 
social psychological research have given rise to the various targeted interventions for improving 
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outcomes in higher education that were reviewed recently by Harackiewicz and Priniski (2018), 
as mentioned in the Introduction.  
One of three types of successful interventions described in that review include “framing” 
interventions, which “include a broad range of interventions designed to address a variety of 
common concerns, such as doubts about belonging, doubts about ability, or group-specific 
challenges” (p. 412). As illustrations for the present context of professional competency 
development, it is possible that members of some social groups or individuals with particular 
personal histories doubt that they can communicate effectively in writing or public speaking, or 
that they can rise to significant leadership levels. One framing intervention for a particular 
student group (Walton & Cohen, 2011) “provided statistics and quotes from more senior 
students” to illustrate capacity to overcome common challenges for a particular student group 
(Harackiewicz & Priniski, 2018), p. 412). Correspondingly, at the professional school where the 
present research was conducted, instructors of a course in organizational behaviour produced a 
video of a panel discussion of former students—now established professionals—who described 
their gradual process of development in areas of professional competency. The discussants 
included comments about their earlier shortcomings in generic competencies and earlier 
uncertainty about overcoming them. Of course, in such a discussion, lasting nearly an hour, 
many other components of our theoretical model were addressed, and it should be expected that 
many such interventions inherently will be multi-component in nature. 
Program efficacy. Testimonials about the effectiveness of available opportunities for 
competency development also may be helpful with regard to program efficacy. However, 
educators should be aware that the most influential social influence may come from peers as 
opposed to alumni. This possibility suggests further that the design and delivery of 
developmental opportunities should be of the highest possible apparent quality, that is, by not 
only operating according to specified, worthwhile learning objectives, but, ideally, by building 
into the experience some further opportunity to see one’s own progress toward competencies. 
The applicable component of Bandura’s analysis of sources of efficacy expectations (Figure 2) is 
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performance accomplishments by self and others in response to program exposure. 
Correspondingly, as previously reported, one participant in the present research stated: “I have 
friends who transformed from their first semester up to now and they really changed a lot and got 
a lot better.…” This is a belief to strive to instill. 
Self-efficacy for behaviour. Although students said relatively little to indicate that self-
efficacy for the behaviours required in development opportunity activities was problematic, 
educators can attend to the various components of Bandura’s analysis of sources of self-efficacy 
(Figure 2) to minimize any impediment to participation from behavioural self-efficacy. 
Depending on particular student groups’ pursuit of particular competencies, various components 
from Bandura’s analysis may be used to inform design of developmental opportunities and 
preparation for them. As one example, at the professional school where the present research was 
conducted, the topics of emotional self-perception and self-control were provided within a 
required course on Organizational Behaviour. This emotional content of the course could be 
presented partly as preparation for potentially stressful activities such as professional networking 
opportunities that are made available periodically. Such content would address the emotional 
arousal component of Bandura’s scheme in Figure 2.  
Other Model Components 
Developmental opportunity awareness.  Developmental opportunity awareness was 
another topic for which students had relatively less to say, and about which their statements were 
mostly favourable. Although there was no statistical correlation involving it, obviously, this 
cannot mean that students need no awareness of an opportunity in order to be motivated to 
pursue it. It was encouraging to see that students very predominantly recognized the availability 
of various developmental opportunities in their educational context. The main take-away 
message for educators may be a reminder of the logically necessary-but-not-sufficient nature of 
this component of the model. Awareness could likely still be improved through increased 
advertising of developmental opportunities, either in the classroom or by other means, such as 
targeted emails. It is also possible that when students indicate a lack of awareness, this is 
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somewhat indicative of an actual lack of developmental opportunities in the university context. 
In that event, educators could, of course, pursue the development of additional opportunities.  
Perceived competency deficit. What students did not say about perceived competency 
deficit could, again, be regarded as meaningful. That is, for the most part, they did not say that 
they already possessed the generic and interpersonal competencies prescribed by their 
professional association. For example, as quoted in the Results section, one student said of his 
competency levels, “Right now, I’m not too confident in some of them,” thus indicating a level 
of perceived competency deficit that should be favourable for motivation to undertake 
competency development behaviour. Thus, for this student group there was little indication that 
messaging or other intervention should be designed to highlight perceived competency deficit. 
Instrumentality. With a ratio of nearly five favourable statements to every unfavourable 
statement about instrumentality, it certainly appears that the interviewed students were strongly 
(though not universally) bought into the ultimate payoff of professional competency 
development. However, we wonder whether educators over-emphasize this area of belief when 
they encourage alumni or other current professionals to discuss generic and interpersonal 
competencies—at the expense of addressing the other beliefs categories of the theory, which 
were less widely favourable. 
We also wonder whether students’ wide acknowledgement of instrumentality could 
discourage seizing of opportunities by educators to deepen instrumentality beliefs using different 
kinds of intervention, besides testimonials, that have had powerful effects in other areas of 
education such as related to pursuit of STEM careers. Deepening these beliefs should help to 
address the observed impediment to program involvement that we labeled as perceived “lack of 
time.” 
For this deepening, it may be helpful to draw a parallel with the second category of 
motivational interventions in in the previously cited review (Harackiewicz & Priniski, 2018). 
These are “task-value interventions.” In one form of these interventions, 
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students complete a series of course writing assignments in which they … either discuss 
the relevance and utility value of the topic (the intervention condition) or summarize the 
topic (the control condition). This intervention provides students opportunities to make 
concrete connections between what they are learning and things that they care about, 
fostering perceptions of value.… (p. 418) 
The key to motivational effectiveness would be to encourage students to give greater thought to 
ultimate value of developmental activities for themselves. Harackiewicz, Canning, Tibbetts, and 
Hyde (2016) found that the positive impact of such an intervention was a function of the extent 
of engagement in this envisioning activity, as indicated by length of written statements. 
Yet another opportunity for educators may be to tap into desired identities as a basis for 
deeper instrumentality beliefs. Markus and Wurf (1987; Wurf & Markus, 1991) analyzed how a 
person’s “possible self” can provide the direction, energy, and persistence in action that are the 
essence of motivation. Building on that analysis, Oyserman and colleagues (e.g., Oyserman, 
2008; Oyserman, Bybee, & Terry, 2006) developed a conception of “identity-based motivation.” 
Some of this research (Oyserman & Destin, 2010) shows that under the right circumstances, 
identity salience can promote overcoming difficulties in learning and development. This line of 
research resembles that of the third of three categories of intervention research in higher 
education (Harackiewicz & Priniski, 2018), namely values affirmation.  
Notably, the larger point for the present analysis is that the motivational pull exerted by 
the most distal outcomes in Figure 3 and 4 involve not just what a student can “get” as a result of 
competency development; there is also “who” the student can “be.” Swann (2013) has shown 
that these sources of motivation are distinct. 
However, activating and channeling identity-based motivation presents its own 
challenges for educators when promoting development of generic and interpersonal 
competencies. If some students hold present identities that are incongruent with a draw toward 
“becoming” a leader, for example, intervention must shift the focus to future, possible selves, 
while promoting the favourable beliefs about means to this end that are contained in our model. 
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Themes Emergent beyond the Model 
Of the three themes that were generated apart from the a priori categories of belief, one 
readily suggests a particular connection to the existing model. In the preceding section it was 
suggested that addressing lack of time for competency development may partly be a matter of 
magnifying instrumentality so that competency development efforts are allocated more time. 
Of course, imposing course-related or other requirements may achieve this end to some degree, 
but at a cost. Kohn (1999) draws on various lines of psychological research to warn against 
overbearing incentivization of activity, to avoid counterproductive devaluing of the activity or its 
aim as a result.  
A second theme, lack of understanding of the competencies, may not be problematic in 
itself, to the extent that someone with poor understanding nonetheless is motivated to engage in 
prescribed developmental behaviours. This engagement in pertinent activities presumably will 
help to dispel misconceptions. Still, greater understanding of the end point, earlier on, should be 
beneficial to the process of competency development, to the extent that students must actively 
regulate their competency-seeking behaviours. 
Additionally, greater understanding of this developmental process should allow 
motivated individuals to pursue competency development more effectively and efficiently. A 
lack of this understanding may lie behind prevalence of the remaining emergent theme, involving 
various forms of the notion that development of professional competencies is “just” a matter of 
gaining experience in situations requiring the competencies. Notably, all but one student gave 
some expression of this notion. Yet a mere sketch of Kolb’s (1984) theory, as provided in this 
paper’s Introduction, reveals that there is a great deal that individuals can do to promote their 
experiential learning. These efforts include actively acquiring abstract conceptualizations (such 
as about professional ethics or teamwork), seeking situations for applying those 
conceptualizations in action, seeking feedback about the consequences of action so that the 
experience can be as meaningful as possible, and reflecting on this meaning so as to expand 
abstract conceptualization as input to future iterations of the experiential learning cycle. 
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Anecdotally, some students in the educational program for this study showed obvious 
interest in learning about this process in a course on Organizational Behaviour where Kolb’s 
cycle was described. Presumably those students held definite motivation to achieve competency 
development and saw this course content as providing a means to this end. The instructors’ aim 
had been partly to dispel the notions that development of professional competencies comes from 
“just experience” or common sense. 
Another approach taken to dispelling this notion was to include, from the panel 
discussion among alumni mentioned earlier, comments about how it had been necessary for these 
alumni to apply themselves, over time, to developing the competencies through abstract learning, 
actively seeking out situations requiring the competencies, seeking feedback, and reflecting. For 
example, one alumna talked at some length about how in her organization, employees were 
encouraged to view feedback as a gift, not a punishment. 
The time course of professional competency development did not seem well understood 
by interviewees, and why would it, given the students’ youth? Some interviewees indicated a 
belief that their competency development would be finished upon completion of their degree! 
Educators and professionals learn from their own life experience that competency development 
is a life-long process. But here again there is a fine balance for educators, between encouraging 
as much development of professional competencies as possible during the period of post-
secondary enrollment, and acknowledging the lifelong nature of the process.  
Limitations (and Strengths) of the Study Design 
Particularly in view of this study’s small sample, we agree with Lee et al. (1999) that our 
qualitative study, like many others, “is well suited for the purposes of description, interpretation, 
and explanation, and it is not well suited for issues of prevalence, generalizability, and 
calibration.” (p. 183). Thus, although frequency counts for beliefs or other statements appeared 
throughout the presentation of results, these findings can only be suggestive of relative 
prevalence of beliefs. Relatedly, the relatively homogeneous sample of students recruited 
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through their organizational behaviour class in a single professional program warrants caution 
about generalizing findings. 
We also reiterate limitations mentioned previously regarding the quantitative, 
correlational findings, particularly from the small sample size and from how data originally 
collected to illustrate and expand the model’s constructs were repurposed in an exploratory 
manner. As part of this repurposing, the coding of the rank order variable, conceptualized as the 
extent of the behavioural outcome of the combined motivation operating on a student, was not 
done independently of what students said about their motivationally relevant beliefs; instead this 
one part of the coding what holistic. On this basis, some bias in favour of obtaining some 
correlation may have been built into the analysis. Nevertheless, it is a fact that some, but not 
other coded beliefs were associated to a statistically significant degree with the rank order 
indicator of motivation, and the beliefs so associated were ones that otherwise could be 
considered on shakier grounds for inclusion in the model. 
However, as a strength of the study, the educational program from which we drew our 
sample is one with clear intent and various corresponding opportunities for promoting 
development of the interpersonal and generic competencies. We expect that the challenge there 
for educators is similar to those in other programs and fields as in, for example, medicine 
(Aarnio et al., 2010), which demands a great deal of attention by students to technical as opposed 
to what we have called enabling competencies or soft skills. 
Future Directions for Theory and Research 
Prior research in the field of training and development points to other motivational 
factors that may warrant attention. First there is the developmental context in terms of elements 
such as environmental characteristics, peers, instructors and employers (Goldstein & Ford, 2002, 
pp. 43-46; Noe & Wilk, 1993). These elements include other beliefs about, or consequences of, 
the prescribed behavior, beyond those directly connected with acquiring competencies. For 
example, a student may be less motivated to pursue competency development if he or she is 
worried about looking like a “goodie two-shoes.” 
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A theoretical limitation may lie in the overall conception of the model’s factors each as 
necessary but not sufficient. This theoretical assumption would justify continuing to consider any 
unfavourable statements as potentially problematic and, in a larger study, continuing to examine 
correlations between model components one-by-one with extent of engaging in prescribed 
behaviour. However, there certainly could be other consequential relations among the model 
components. For example, there could be interactions such as those inherent in expectancy-value 
formulations for motivation (e.g., Steers and Porter, 1983). 
Finally, a stated goal of this study was to lay groundwork for the development of a more 
formal test of our model. Noe & Wilk (1993) provide a series of survey measures that might be 
adapted and expanded for this purpose. A study of this kind could provide further evidence 
toward a causal relationship between the beliefs outlined in our model and students’ levels of 
motivation for competency development. The resulting findings could then offer a potential basis 
for additional studies involving interventions that target specific cognitive components of 
motivation. Although studies have shown that competency-improving interventions are possible 
(Nelis, et al., 2009; Dacre Pool & Qualter, 2012) our introduction of multiple forms of efficacy-
based motivation as a key component represents a novel contribution to the existing literature.  
Conclusion 
If it is correct that the belief factors in our model are all necessary (but not sufficient), 
educators accept a sizable challenge when seeking to motivate students’ motivation to pursue 
competency development. This paper has sought to break down that challenge into more 
manageable parts and to illustrate some initial directions for addressing it. 
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Tables & Figures 
Table 1 
Pearson correlations between participants’ rank orders of extent of motivation for competency development and favourable-minus-unfavourable 
difference scores for theorized model variables, along with means and standard deviations of these difference scores and their component 
statements  





  r p M SD M SD M SD 
Developmental Opportunity Awareness -0.27 0.347 0.57 1.50 2.36 1.39 1.79 1.01 
Self-Efficacy for Prescribed Behaviour -0.25 0.396 0.64 0.97 0.86 0.64 0.21 0.56 
Self-Efficacy for Development 0.58 0.030 2.36 2.77 3.07 2.46 0.71 0.88 
Program Efficacy Beliefs 0.53 0.049 3.71 3.45 6.14 2.61 2.43 2.19 
Perceived Competency Deficit 0.25 0.382 3.14 2.10 3.50 1.88 0.36 0.81 
Instrumentality 0.39 0.164 5.00 2.07 6.29 1.53 1.29 1.28 
Note. N = 14. Difference scores reflect net favourable statements, and the highest rank order (14) was for greatest motivation. For example, the 
greater difference (M = 2.36) between favourable statements about self-efficacy for development (M = 3.07) relative to unfavourable statements 
(M = 0.71) was associated to a statistically significant extent (r = 0.58) with having a high standing in the rank order of indications of extent of 
motivation for competency development. Raw counts of statements in each category may be recovered (with rounding) through multiplication of 
the means in this table by the N of 14. For example, for Developmental Opportunity Awareness there were 33 instances of a favourable statement 








Figure 1. Two types of expectations that determine motivation. Adapted from Bandura (1977). 
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Figure 3. Application of Vroom’s expectancy theory to student effort in a course. 
Reproduced from Hellriegel & Slocum (2011, p. 178). 
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Figure 4. Our proposed cognitive model of motivation to develop professional competencies. This model depicts how beliefs about 







To start out, how did you find out about this study? 
 
Can you please state your program and term of study?  
 
I’m interviewing you today to gain some insight into what students believe about professional 
competencies, particularly CPA Canada’s enabling competencies. 
 
CPA Canada talks about five competencies that they refer to as “enabling competencies” that are 
important in the field. They are: Professional & Ethical Behaviour, Problem Solving & Decision-
making, Communication, Self-Management and Teamwork & Leadership.  
 
[Show the sheet listing the five enabling competencies and leave it on the table for duration of 
interview] 
 
Is it clear to you what each of these is all about? [Be brief] 
• [If they say that they know what they are] What comes to mind for you? 
 
Our interview today will centre around your perspective on these competencies. 
 
Instrumentality [Link 3: Career Development] 
 
Do you think enabling competencies are valuable to employers?  
• How? 
 
Do you think competencies like these are important for reaching your personal career goals? 
• Why or why not? [Probe for goals] 
• Are they likely to help you get your first job after graduation? [Probe for time course] 
• Once you have a job, do you think having more of these competencies will be likely to 
help you advance in your career?  
 
Are there certain contexts where you don’t think competencies like these are important?  
What are they?  
 
Perceived Process of Competency Development [Box 1: Beliefs] 
 
How do you think enabling competencies are developed? Take me through the process. 
• [Probe for deliberateness vs. automaticity] What are the deliberate actions (if any)?  




Do you think development of enabling competencies occurs on work terms?  
• How? 
 
What do you think are the key things you could do to develop your competencies? 
• Do you do these things? Why or why not? 
 
Developmental Opportunity Awareness [Link 1: Motivational Force] 
 
[Show the sheet listing different kinds of developmental opportunities] 
 
Can you describe any experiences, either in courses, or elsewhere in your school or department, 
or on campus that are available for supporting your development of enabling competencies? 
• Do you take advantage of these opportunities?  
 
Self-Efficacy for Prescribed Behaviour [Link 1: Motivational Force] 
 
• Why or why not?  
• How capable do you feel of participating? 
 
What is your overall impression of the extent of opportunities to develop your enabling 
competencies during on-campus terms?  
 
Program Efficacy Beliefs [Link 2: Competency Development] 
 
• How effective do you think they are for most students? 
 
Self-Efficacy for Development [Link 2: Competency Development] 
 
• Are there ways in which these opportunities either are especially well suited to you or the 
opposite—not very likely to be of much help to you? 
 
Are there any competencies you can think of where “you either have it or you don’t”? 
• Why or why not? 
• Do you think this is true of all competencies? 
 
What do you see as the difficulties for you personally for acquiring the competencies we’re 
talking about?  
 
Perceived Competency Deficit [Link 2: Competency Development] 
 
How far along would you say you are in your development of these competencies? 
• What comes to mind to illustrate how you demonstrate these competencies or how you 




What do you imagine will unfold for you in the future as far as further competency development 
is concerned? For example, how long do you think it will take to reach your desired levels of 
these competencies, and in what time periods will development move forward? 
 
What do you think is the largest barrier to competency development for students in your 
program?  




When students do not put much focus or effort specifically on developing their enabling 
competencies, why do you think that is? 
 
How about when they put a lot of focus or effort on it—why would that be? 
 
Earlier I asked for your thoughts about how work term experiences can promote development of 
these enabling competencies. Is there anything else you can tell me about your understanding of 
how people improve in terms of communication and these other competencies over time? 
 
We also discussed whether experiences on campus promote the development of enabling 
competencies. Can you offer any other thoughts about how to promote this development while 
students are on campus?  
• [Probe for their understanding of the development process, that is, why each suggestion 
is given]  
 
Finally, I’d like to ask about your thoughts about “experiential learning” in the context of the 





CPA Canada Enabling Competencies 
Professional & Ethical Behaviour 
Problem Solving & Decision-making 
Communication 
Self-Management 





Illustrative Developmental Opportunities 
Workshops 
In-Class Lectures & Discussions 
Co-op Work Terms 




Name Description Cases Refs Line 
Deductive Codes generated deductively based on our model    
Enabling Competencies Talks about specific Enabling Competencies 14 370 1 
Professional & Ethical 
Behaviour 
 14 55 2 
Problem Solving & 
Decision-making 
 14 63 3 
Communication  14 103 4 
Self-Management  14 56 5 
Teamwork & Leadership  14 93 6 
Behavioural Requirements [Super-ordinate category for model constructs below “Behavioural 
Requirements” in Figure 1] 
14 73 7 
Developmental 
Opportunity Awareness 
Mentions the extent to which they or other students are aware of opportunities 
to develop enabling competencies. 
14 58 8 
Favourable The belief underlying this statement is likely favourable to motivation 13 33 9 
60 
Name Description Cases Refs Line 
Aware and 
Engaged 
Mentions that they are aware of developmental opportunities and that they 
participate in them 
7 10 10 
Aware and Not 
Engaged 
Mentions that they are aware of developmental opportunities and that they do 
not participate in them 
6 7 11 
Aware Mentions that they are aware of developmental opportunities but does not share 
whether or not they participate in them 
10 16 12 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 13 25 13 
Lack of 
Awareness 
Mentions that they are unaware of developmental opportunities 10 17 14 
Lack of 
Opportunities 
Mentions that there are not enough developmental opportunities at the 
university 
6 8 15 
SE for Prescribed 
Behaviour 
Mentions their own or others' beliefs about their self-efficacy for prescribed 
developmental behaviours. 
11 15 16 
Favourable The belief underlying this statement is likely favourable to motivation 10 12 17 
Capable and 
Engaged 
Mentions that they feel capable of participating in developmental opportunities 
and that they participate in them 
4 4 18 
Capable and 
Not Engaged 
Mentions that they are aware of developmental opportunities and that they do 
not participate in them 
2 2 19 
61 
Name Description Cases Refs Line 
Capable Mentions that they feel capable of participating in developmental opportunities 
but does not share whether or not they participate in them 
6 6 20 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 2 3 21 
Prescribed Behaviour Mentions a prescribed behaviour 14 268 22 
Workshops  13 37 23 
Favourable The belief underlying this statement is likely favourable to motivation 11 22 24 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 7 15 25 
Outside Speakers & 
Presentations 
 14 40 26 
Favourable The belief underlying this statement is likely favourable to motivation 10 23 27 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 9 17 28 
In-class Lectures & 
Discussions 
 14 61 29 
Favourable The belief underlying this statement is likely favourable to motivation 12 32 30 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 10 29 31 
Projects & Case 
Competitions 
 11 42 32 
62 
Name Description Cases Refs Line 
Favourable The belief underlying this statement is likely favourable to motivation 11 39 33 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 3 3 34 
Co-op Work Terms  14 65 35 
Favourable The belief underlying this statement is likely favourable to motivation 14 61 36 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 2 4 37 
Unspecified  5 6 38 
Favourable The belief underlying this statement is likely favourable to motivation 4 4 39 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 2 2 40 
Other  6 17 41 
Favourable The belief underlying this statement is likely favourable to motivation 6 15 42 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 2 2 43 
Competency Development [Super-ordinate category for model constructs below “Competency 
Development” in Figure 1] 
14 227 44 
SE for Development Mentions how capable they believe they or others are of competency 
development 
13 53 45 
Favourable The belief underlying this statement is likely favourable to motivation 12 43 46 
63 
Name Description Cases Refs Line 
Practice and 
Experience 
Mentions that competencies can be developed through practice and/or 
experience 
10 27 47 
Predispositions Mentions that although individuals may have natural predispositions (or lack 
thereof) for the different competencies, they generally are capable of 
developing them further 
8 11 48 
Social 
Comparison 
Mentions using observation of their others (peers, alumni, etc.) as evidence that 
development of the Enabling Competencies is possible 
3 6 49 




Mentions the belief that certain Enabling Competencies cannot be developed or 
improved 
5 7 51 
Program Efficacy Beliefs Mentions how efficacious they or other students believe specific or more 
general prescribed behaviours are for competency development 
14 120 52 
Favourable The belief underlying this statement is likely favourable to motivation 14 86 53 
Efficacious and 
Engaged 
Mentions that they believe the prescribed behaviours to be efficacious and that 
they participate in them 
13 51 54 
Efficacious and 
Not Engaged 
Mentions that they believe the prescribed behaviours to be efficacious but that 
they do not participate in them 
4 5 55 
Efficacious Mentions that they believe the prescribed behaviours to be efficacious but does 
not share whether or not they participate in them 
12 30 56 
64 
Name Description Cases Refs Line 




Mentions that the prescribed behaviours do not provide enough opportunities to 
apply and/or practice the skills that are learned 
10 15 58 
Lack of Helpful 
Information 
Mentions that the subject matter covered by the prescribed behaviours is not 
helpful or that it can be difficult to see how it relates to the workplace or "real 
world" 
6 12 59 
Not Engaging Mentions that the prescribed behaviours tend to be not engaging and/or 
interesting and/or that they fail to present any new information 
6 8 60 
Lack of Desire Mentions that they or other students lack the desire to further develop their 
Enabling Competencies 
3 3 61 
Perceived Competency 
Deficit 
Mentions their perceived level of proficiency in a given competency and/or 
how it might relate to competency development 
14 54 62 
Favourable The belief underlying this statement is likely favourable to motivation 14 49 63 
Lifelong 
Process 
Mentions that competency development is a lifelong process and/or that they 
are early on in the process of competency development 
6 14 64 
Finished by 
Grad 
Mentions that their enabling competencies should be fully (or close to fully) 
developed by graduation or shortly thereafter 
9 13 65 
Cues Mentions the cues they use to determine their level of proficiency in the 
Enabling Competencies 
8 13 66 
65 
Name Description Cases Refs Line 
Specific 
Competencies 
Mentions their level of proficiency in a specific Enabling Competency or set of 
competencies 
8 13 67 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 3 5 68 
Career Development [Super-ordinate category for model constructs below “Career Development” in 
Figure 1, to maintain parallelism with the other such super-ordinate categories] 
14 106 69 
Instrumentality Mentions how useful (or not useful) they or other students believe 
competencies in general are to their professional development 
14 106 70 
Favourable The belief underlying this statement is likely favourable to motivation 14 88 71 
Differentiator Mentions that competencies can help set one apart from their peers or that 
competencies are perceived by employers as valuable 
12 27 72 
Different Stages Mentions that competencies vary in how useful they are depending on the stage 
of one's career 
10 15 73 
Personal 
Development 
Mentions that competencies are valuable beyond the accounting context, such 
as in other kinds of occupations or in one's personal life 
8 13 74 
Useful Mentions that competencies are useful without elaborating much further 13 35 75 
Unfavourable The belief underlying this statement is likely unfavourable to motivation 10 18 76 
Apathy Says they or other students don not care about developing the competencies, 
are otherwise not motivated and/or that their efforts would be better spent 
elsewhere 
5 6 77 
66 
Name Description Cases Refs Line 
Minimizing Minimizes enabling competencies as common sense or states that only a "bare 
minimum" or "baseline" proficiency is required 
2 4 78 
Not Useful Says that enabling competencies are not necessary, either in the early stages of 
one's career or at all 
6 8 79 
Inductive Codes generated inductively (i.e., not part of our a priori coding scheme)   80 
Just Experience Suggests that the development of Enabling Competencies is just a matter of 
experience 
13 41 81 
Misunderstanding of 
Competencies 
Makes a statement that suggests they misunderstand the competencies 8 20 82 
Communication  2 3 83 
Problem Solving & 
Decision-making 
 6 12 84 
Professional & Ethical 
Behaviour 
 1 1 85 
Self-Management  3 4 86 
Teamwork & Leadership  0 0 87 
Lack of Time Mentions not having enough time to pursue competency development and/or 
the prescribed behaviours 
10 18 88 
 
